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Abstract 
Self-regulated learning (SRL) has become an important educational goal. This study explores primary school teachers’ activities 
in stimulating SRL and teacher, class, and school-level determinants hereof. Results reveal that SRL is only stimulated limitedly. 
Teachers holding developmental educational beliefs and acknowledging the value of SRL report more SRL practices. Also 
teachers in higher grades and with smaller classes integrate SRL more often. At school level, a clear shared opinion on SRL is 
reported as an important stimulating condition. Perceived pressure of time and work, diversity between pupils, and limited 
teacher willingness to change one’s practice are the most important barriers.  
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1. Introduction 
Among educational researchers, there is a broad consensus that SRL leads to success in and beyond school 
(Zimmerman, 2002). Research, however, also shows that students do not become self-regulated learners 
spontaneously (Boekaerts, 1997; Schunk, 2001) and that teachers play a prevalent role in stimulating SRL (Dembo 
& Eaton, 2000). In this respect, the extent to which teachers stimulate SRL and the factors facilitating or hampering 
the implementation of SRL practices is a challenging issue in both educational research and practice.  
 
1.1. Self-regulated learning 
Although there are a variety of theoretical perspectives on SRL, it is generally viewed as a complex, multi-
faceted process that integrates metacognitive variables (e.g. planning, setting goals, organizing, self-monitoring, and 
self-evaluating), with cognitive (e.g., selection of learning strategies, environmental structuring) as well as 
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motivational aspects (e.g., self-efficacy, task interest, self-attributions,) in order to effectively regulate one’s 
learning process (Perry, Phillips, & Dowler, 2004; Pintrich, 2004; Zimmerman, 2002).  
Research has shown that learners who possess self-regulatory skills, experience more successful educational 
trajectories (Pintrich, 2004; Zimmerman, 2002). Consequently, SRL has become an important educational goal 
(Zimmerman, 2002). However, the majority of learners encounter difficulties to regulate their learning and the 
degree of efficiency in using self-regulatory strategies largely varies among learners (Perry et al. 2004; Pintrich, 
2004; Winne, 2005). Research suggests that, although SRL is not spontaneously acquired, it may be shaped and 
developed by strategy instruction and through participation in environments providing learners with opportunities to 
control their own learning (Paris & Paris, 2001; Perels, Gürtler, & Schmitz, 2005; Zimmerman, 2002). Until 
recently, the dominant view was that young children are unable to self-regulate their learning (Schunk, 2001). 
Consequently, the main focus of SRL research was on secondary and high school students, with a lack of research 
on young children’s SRL (Winne & Perry, 2000). More recently, however, progressively more research has been 
reported countering this dominant view and indicating that young children can and do engage in SRL-activities 
which develop and become more sophisticated as they proceed their school career (Dignath & Büttner, 2008; Perry 
et al., 2004). Moreover, an increasing body of evidence shows that SRL can already be fostered by instructional 
guidance at primary school (Dignath & Büttner, 2008). In this respect, the present study focuses on primary 
education. 
1.2. Promoting SRL 
As research states that SRL is strongly influenced by classroom practices, teachers are considered an important 
source from which students learn how to learn and to create learning environments fostering SRL (Boekaerts, 1997; 
Dembo & Eaton, 2000). Based on the literature, several guidelines for teachers can be deduced regarding how to 
guide and coach students’ learning processes.  
First, following the social cognitive and social cultural perspective, modeling, prompting, and scaffolding are 
viewed as key instructional tools promoting SRL (Hadwin, Wozney, & Pontin, 2005; Zimmerman, 2002). These 
perspectives suggest that there should be a shift from models providing direct instruction and modelling regulation 
towards students taking control and demonstrating self-regulatory competence (Hadwin et al., 2005; Schunk, 2001; 
Winne, 2005; Zimmerman, 2002). In order to evolve from external regulation over co-regulation to self-regulation, 
scaffolding is a critical issue whereby models provide calibrated support based on an ongoing diagnosis of students’ 
level of understanding (Puntambekar & Hübscher, 2005). Additionally, teachers can also create a powerful 
environment providing students with opportunities to seek challenges by engaging them in complex and open-ended 
activities, to take responsibility, and to reflect on their learning progress (Boekaerts, 1997; Kistner et al., 2010; Paris 
& Paris, 2001; Perry et al., 2004). Although both modeling and powerful learning environments are important to 
enhance students’ SRL, it often appears insufficient, especially for low achievers and students encountering 
difficulties with SRL. In those cases, explicit instruction of strategies is needed, where teachers do not only model 
the strategies, but also provide specific strategy information so that students become aware of the how, when, and 
why to apply these strategies (Paris & Paris, 2001; Kistner et al. 2010).  
Unfortunately, research shows that in today’s classrooms few teachers effectively and explicitly prepare their 
students to learn on their own and external regulation prevails largely over self-regulation (Boekaerts, 1997; 
Hamman, Berthelot, Saia, & Crowley, 2000; Kistner et al., 2010; Perry et al., 2004; Zimmerman, 2002). These 
findings underline the importance to get a more clear view on the determinants influencing the implementation of 
SRL in educational practice.  
1.3. Determinants of SRL implementation 
Incorporating SRL practices in class requires teachers to change their traditional teaching repertoires. Therefore 
it can be considered as an educational innovation. As research shows that introducing educational innovations does 
not easily result in sustained implementation of the innovative ideas, it is imperative to gain insight into both 
stimulating and hampering factors influencing teachers’ use of SRL practices. Following Lombaerts, Engels, and 
van Braak (2009) those factors can be situated at three levels: (1) teacher level; (2) class level; and (3) school level. 
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1.3.1 Teacher level 
A first significant teacher-level factor, are teacher beliefs. A substantial body of research suggests that teacher 
beliefs influence their professional development (Hermans, van Braak & Van Keer, 2008), classroom practices 
(Pajares, 1992), and the implementation of innovations (Errington, 2004; Lombaerts et al, 2009). Therefore, 
teachers’ educational beliefs can also play a role in the introduction and development of SRL practices (Lombaerts 
et al., 2009). Hermans et al. (2008) distinguish a transmissive and a developmental dimension of teachers’ beliefs. 
Teachers holding ‘transmissive beliefs’ believe education serves external goals and is outcome-oriented with a 
closed curriculum. For those teachers, knowledge acquisition is perceived as being most adequately achieved 
through transmission. On the other hand, teachers who believe that education should be oriented towards broad and 
individual development, who are process-oriented with an open curriculum, and who favor knowledge construction 
above knowledge transmission, hold developmental beliefs. This dimension sees children as active participants in 
and contributors to their own development and emphasizes that teachers take the learning needs and experiences of 
students as starting point (Hermans et al., 2008). It can be assumed that teachers with developmental beliefs towards 
education, will have a broad vision on SRL (Waeytens, Lens, & Vandenberghe, 2002), will acknowledge the value 
of SRL more, and will be more responsive for the realization of SRL practices (Boekaerts, 1997). Secondly, 
teachers’ own self-regulatory competence will be important: if teachers are incapable of self-regulating their own 
learning, it will be difficult for them to model, develop, and stimulate these capabilities among their students 
(Lombaerts et al., 2009). Third, teacher characteristics (i.e. gender, age, teaching experience, phase of professional 
development) can play a role in the implementation of SRL as well (Hargreaves, 2005). Further, research on 
implementation of educational innovations also indicate a lack of time due to an already overloaded curriculum as a 
barrier (Roelofs, Visser, & Terwel, 2003). 
 
1.3.1 Class level 
Regarding class characteristics, grade, class size, the occurrence of students with learning difficulties or non-
native speakers are included in this study (Lombaerts et al., 2009). 
 
1.3.2. School level 
At school level, a variety of factors can stimulate or counter the implementation of SRL practices. A first 
facilitating factor is the occurrence of a clear vision on the importance of integrating SRL in educational practice. 
More specifically, a vision emphasizing continuity and gradualness by paying attention to SRL across subjects and 
grades is important. Thereby it is essential that this vision is shared in the school team (Abrami, Poulsen, & 
Chambers, 2004), which can be accomplished by the participation of teachers in the development and decision-
making process regarding the implementation of the SRL implementation (Surry & Ely, 2007). Also the occurrence 
of a school culture fostering collaboration among teachers - facilitated by the school principal - appears to facilitate 
the implementation of learning environments stimulating SRL (Abrami et al., 2004; Roelofs et al., 2003). Further, 
the implementation of SRL practices requires specific teaching skills and SRL competences of the teachers. In this 
regard, initiatives to promote and sustain professional development of teachers is essential (Boekaerts, 1997). 
Finally, research also indicates that (1) communication to all stakeholders; (2) parental expectations concerning 
teaching and learning; and (3) school organization (e.g., timetables, group size, and teaching materials) may 
influence the implementation of SRL practices (Dembo & Eaton, 2000; Lombaerts, et al., 2009).  
Lombaerts et al. (2009) explored the relation between key contextual issues and teachers’ recognition of SRL 
practices and advised further research to perform more interpretative research to provide more in-depth information 
about these contextual influences. Following this advice, the present study will use semi-structured interviews to 
investigate important school-level determinants.  
2. Method 
2.1. Design 
In order to investigate (1) the extent to which teachers stimulate SRL and (2) teacher and class-level factors 
influencing the implementation of SRL, a questionnaire ware used. Semi-structured interviews were used to gain 
more in-depth information regarding school-level factors facilitating or hampering SRL implementation.  
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2.2. Participants 
162 primary school teachers from 17 Flemish school completed the questionnaire. The participants were equally 
distributed across grade. 83% were female, 17% male, with a mean age of 39.21 years and on average 17.61 years of 
teaching experience. To explore school-level determinants, five of the 17 schools were randomly selected. In each of 
these schools the person(s) who coordinate the initiatives regarding SRL on school level were approached to 
participate in the interviews. In total, seven participants, mostly principals or special educational needs coordinator 
were interviewed.  
2.3. Instruments and procedure 
2.3.1 Questionnaire 
The questionnaire collected data regarding the following teacher and class-level factors and teachers’ 
implementation of SRL.  
Demographics of teachers: (a) gender, (b) age (as categorical variable), (c) years of teaching experience (as 
categorical variable), and (d) perceived work pressure, rated on a five-point Likert scale ranging from ‘none’ to ‘a 
lot’.  
Educational beliefs. The Beliefs about Primary Education Scale (BPES, Hermans et al., 2008) was used to 
administer teachers’ educational beliefs. The BPES entails two scales, namely a transmissive (9 items, Į = .62) and 
developmental scale (9 items, Į = .74). Both scales are rated using a five-point Likert scale ranging from ‘totally 
disagree’ (1) to ‘totally agree’ (5). 
Perceived value of SRL. The Flemish educational government formulated standards regarding SRL. 
Corresponding to those standards, a scale was constructed (6 items, Į = .89): teachers reported how important they 
perceived each standard, using a six-point Likert scale ranging from ‘totally unimportant’ (1) to ‘highly important’ 
(6). 
Implementation of SRL. The Self-Regulated Learning Inventory for Teachers (SRLIT) was used to assess 
teachers’ actions in promoting SRL (Lombaerts, Engels, & Athanasou, 2007). The SRLIT comprises three subscales 
representing the cyclical phases of the SRL process: (a) Forethought, (b) Performance control, and (c) Self-
reflection. The items were rated on a six-point Likert-type scale ranging from ‘never’ (0) to ‘always’ (5). 
Class-level characteristics: (1) grade; (2) class size; (3) percentage of pupils with learning difficulties in class, 
and (3) percentage of non-native speakers in class were assessed.  
Stimulating or hampering factors. By means of open-ended questions the respondents reported which factors 
facilitate or hamper the implementation of SRL practices.  
2.3.1. Semi-structured interview 
Corresponding to the research questions, the interview participants were questioned regarding school-level 
factors (1) stimulating and (2) hampering SRL implementation. Subsequently, respondents were asked to rank these 
factors in descending degree of importance.  
3. Results  
3.1. Implementation of SRL practices 
The descriptive statistics of the SRLIT subscale scores reveal that teachers stimulate SRL to a limited extent: 
‘forethought’ (M = 3.15, SD = 0.71), ‘performance control’ (M = 3.24, SD = 0.88), and ‘self-reflection’ (M = 3.23, 
SD = 0.77). The standard deviations also show differences across teachers’ reported realizations.  
3.2. Teacher-level factors 
Background variables. A mancova with the three subscales of SRLIT as dependent variables and the background 
variables as factor (gender, age, teaching experience) or as covariate (work pressure) was performed. The 
multivariate test shows no significant effects of the background variables on the realization of SRL: gender (F(3, 
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154) = 0.47, p = .707); age (F(3, 154) = 0.67, p = .571); teaching experience (F(3, 154) = 0.21, p = .889), and 
perceived work pressure (F(3, 154) = 0.85, p = .470).  
Educational beliefs and perceived value of SRL. The t-test results reveal that teachers reported more 
developmental (M = 3.78, SD = 0.41) than transmissive beliefs (M = 3.39, SD = 0.41, t(161) = -8.841, p = .000). 
Further, they perceive the standards regarding SRL on average as important (M = 4.76, SD = 0.77). A multivariate 
regression analysis with the SRLIT-subscales as dependent variables and teachers’ transmissive beliefs, 
developmental beliefs and perceived value of SRL as independent variables was conducted. No significant relation 
was found regarding the transmissive beliefs. In contrast, the results show a significant relation with teachers’ 
developmental beliefs (F(3,157) = 6.36, p = .000), and more specifically a significant effect on the ‘forethought’ 
(F(1, 159) = 19.29, p = .000) and ‘self-reflection’ subscale (F(1, 159) = 4.15, p = .043), as well as a marginal 
significant effect regarding the ‘performance control’ subscale (F(1, 159) = 3.84, p = .052). Teachers with higher 
developmental beliefs regarding education, also reported a higher occurrence of SRL practices. Further, a significant 
effect was found for perceived value of SRL (F(3, 153) = 4.32, p = .006). Univariate tests show that perceived value 
of SRL is significantly correlated with the ‘performance control’-score and ‘self-reflection’-score (F(1, 155) = 8.52, 
p = .160), but not with the ‘forethought’-score (F(1, 155) = 0.22, p = .637). Teachers who perceive the standards as 
important, report more actions promoting SRL during the ‘performance’ and ‘self-reflection’ phase of the learning 
process.  
Stimulating and hampering factors. Respectively 51% and 67% of the respondents answered the open-ended 
question regarding stimulating and hampering factors to integrate SRL. Following the procedure of Baarda, de 
Goede & Teunissen (2009), the answers were categorized in main categories and – if appropriate - subdivided in 
subcategories. Table 1 and 2 give an overview of the responses. The results show that the developmental function of 
SRL is an important motive to implement SRL. On the other hand, lack of time, work pressure, and diversity among 
pupils are reported as the most important barriers. 
 
Table 1. Stimulating factors to foster SRL: Overview and description of categories 
 
Description  Frequency Percentage 
Importance of SRL for the development of pupils 66 75 
Autonomy: SRL creates opportunities to work independently and autonomously.  25 30.49 
Transmission from primary to secondary education: SRL entails important skills 
to facilitate the transition from primary to secondary education. 
13 15.85 
Future: acquisition of SRL prepares pupils for the future and lifelong learning. 17 20.73 
Characteristics SRL: By means of SRL pupils acquire important skills: planning, 
organization, information processing, monitoring, self-evaluation.  
11 13.41 
Personal development: By means of SRL pupils develop significant attitudes, like 
critical sense, sense of responsibility, and persistence. 
5 6.10 
Motivating: SRL practices are motivating for pupils: in line with their interest, 
child-centered, opportunities to make choices, etc.  
14 17.07 
Learning process: SRL practices endorse a particular way of learning: pupils 
cooperate, learn from each other, learn by doing, etc.  
12 14.63 
Providing opportunities: SRL practices create more opportunities for at-risk 
children. 
6 7.32 
Value of SRL: Experience the added value of SRL in and beyond school context. 
 
7 8.43 
Positive attitude and beliefs of teachers 
Positive attitude regarding educational standards regarding SRL and willingness 
and persistence to implement SRL. 
 
13 15.85 
Support of teachers 6 6.82 
Presence of collegial support and material support (e.g. text books and media). 
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Characteristics of students 
Willingness of students to engage actively with their learning process. 
3 3.66 
 
Table 2. Hampering factors to foster SRL: Overview and description of categories 
 
Description Frequency Percentage 
Lack of time and work pressure  44 40.74 
Lack of time to realize SRL practice due to an overloaded curriculum, too many side 
and after-school activities. SRL practices are time consuming and demand a lot of 
teachers ,while they are already over tasked.  
 
  
Diversity 
Diversity between pupils regarding intelligence, prior knowledge, social background, 
home situation, self-confidence, and self-regulatory skills.  
 
34 31.48 
Age 
Early primary children are too young to being exposed to SRL practices. 
 
17 15.74 
Practical and material barriers 
Fixed time schedules, lack of space and means to integrate SRL, for example 
inappropriate textbooks and media. 
12 11.11 
   
Group size 
Large group sizes hamper the realization of SRL practices. 
12 11.11 
   
Lack of familiarity 
Lack of information regarding SRL, feelings of incompetence to stimulate SRL among 
primary school children. 
12 11.11 
   
No immediate results 
SRL requires a lot of effort without resulting in immediate positive results. 
3 2.78 
   
Pressure of parents 1 0.93 
Parents expect a focus on performance and not on the learning process.   
   
No barriers 6 5.56 
There are no barriers to realize SRL practices.   
3.3. Class-level factors 
A mancova with the three subscales of SRLIT as dependent variables and class size, percentage of pupils with 
learning difficulties and percentage of non-native speakers as covariates and grade as factor was conducted. The 
percentage non-native speakers (M = 4.30, SD = 10.13, F(3, 154) = .72, p = .539) and percentage pupils with 
learning difficulties (M = 28.75, SD = 13.68, F(3, 154) = 1.53, p = .210) had no significant effect on teachers’ 
implementation of SRL. In contrast, the results show that class size (M = 19.26, SD = 4.33) had a significant effect 
(F(3, 154)= 3.20, p = .025). Univariate tests show a significant effect for ‘performance’ (F(1, 156) = 4.16, p = .043) 
and ‘self-refection’ (F(1, 156) = 7.66, p = .006). In smaller classes, teachers reported a higher occurrence of SRL 
practices during the ‘performance’ and ‘self-reflection’ phase of SRL. Regarding grade, the results also show a 
significant relationship (F(6, 308) = 11.67, p = .000). Based on univariate tests, a significant relation with 
‘forethought’ (F(2, 156) = 4.37, p = .014), ‘performance control’ (F(2, 156) = 33.44, p = 0.000) and ‘self-reflection’ 
(F(2, 156) = 7.860, p = 0.001) was found. The occurrence of SRL practices is most prevalent in the higher grades. 
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3.4. School-level factors 
Following the procedure of Baarda et al., (2009), the answers regarding stimulating and hampering factors could 
be categorized respectively in 9 and 7 stimulating (Table 3) and hampering factors (Table 4). The results show that a 
clear vision regarding SRL as educational goal which is shared by the whole school team is seen as an important 
condition for successful implementation of SRL. Teachers’ reluctance to change their teaching practice and hold on 
to their traditional teaching repertoire are reported as important barriers by principals or special educational needs 
coordinators.  
 
Table 3. School-level stimulating factors ranked according importance 
 
Description M SD 
Vision  
A clear vision on the importance of integrating SRL in the broader school project. 
 
2.8 1.48 
Broadly supported 
Broad support among teachers and other stakeholders. 
 
3.8 1.64 
Participation 
Teachers’ participation in the development of the vision and decision-making process 
regarding the implementation of the innovation. 
 
3.8 2.49 
Communication 
Clear communication towards all stakeholders (e.g. teachers, parents). 
 
3.8 2.17 
Professional development 
Opportunities to improve teachers’ skills regarding integrating SRL practices. 
 
4.8 3.27 
School culture 
A school culture fostering collaboration among teachers. 
 
4.8 3.19 
Leadership and collegial support  
Facilitating collaboration and participation in the school team. 
 
5.6 1.95 
School organization 
Supporting school organization, like flexible timetables. 
 
7.3 1.4 
Infrastructure and learning material 
Appropriate physical conditions of classrooms, learning material, and evaluation 
practices. 
8.3 0.45 
 
Table 4. School-level hampering factors ranked according importance 
 
Description M SD 
Reluctance to change 
Teachers’ reluctance to change and to innovate instructional methods. 
 
2.4 1.52 
Traditions  
Teachers who hold on to their habits and traditional teaching repertoire. 
 
2.7 1.99 
Teachers’ social and cultural background  3.3 1.48 
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Lack of time and overloaded curriculum 
Teachers who perceive the curriculum as overloaded. 
 
4.3 2.23 
Problem of ‘familiarity’ or apprenticeship of observation 4.6 2.3 
Teachers’ own school experiences which are in contrast to assumptions of SRL. 
 
5.3 1.92 
Parents’ expectations 
Conflicting expectations of parents. 
5.4 1.14 
4. Discussion 
Students’ ability to actively engage with learning material, such as setting appropriate goals, accurately 
monitoring their learning, and adjusting the use of strategies, are critical competencies that should be a central and 
explicit aim within education. Despite the importance of these self-regulatory processes, this study confirms prior 
research (Hamman, et al., 2000; Lombaerts et al., 2007; Zimmerman, 2002) that primary school teachers stimulate 
SRL only to a limited extent. Further, the results also show differences between teachers, underlining the relevance 
of the second aim of this study, namely exploring which factors influence teachers’ implementation of SRL. In 
accordance with Lombaerts et al. (2009), no effects were found regarding teachers’ background variables on their 
implementation of SRL. Although the literature states that age and phase of professional development are important 
factors influencing innovations (Hargreaves, 2005), this was not supported by the present results. The results 
regarding the impact of teachers’ educational beliefs and beliefs about the value of SRL as educational goal, 
supported the assumption of congruence between beliefs and practice (Ertmer, 2005; Hermans et al., 2008). The 
current results suggest that the implementation of SRL practices will be more successful if teachers hold 
developmental educational beliefs as these are in line with the assumptions of SRL. Consequently, a first step 
towards implementing SRL, should be the examination – and if necessary – modification of deeply, ingrained 
assumptions, beliefs, and habits (Waeytens et al., 2002). Therefore, SRL instruction for pre-service teachers and 
professional development for in-service teachers should be accompanied by consideration of their personal beliefs 
both regarding education in general and regarding SRL in particular. The importance of teachers’ beliefs about 
education and SRL, is also reflected in the results of the open-ended questions. The majority of the stimulating 
factors raised by the teachers largely overlap with the developmental educational beliefs and the broad vision on 
SRL, namely the developmental function of SRL, as stipulated by Waeytens et al.(2002). Accordingly, a vision that 
depicts the value of SRL was reported as a stimulating factor on school-level.  
In contrast, teachers reported lack of time, pressure of work, and diversity between pupils as hampering factors. 
Remarkably, this was not supported by the quantitative results as work pressure, the percentage of pupils with 
learning difficulties and non-native speakers seem not to be related to teachers’ actions regarding SRL. In this 
respect, it can be assumed that teachers’ perceptions of their work conditions are more imperative than their actual 
work conditions. With regard to the barriers mentioned on school level, it is striking that principals and coordinators 
mainly report teacher-level factors instead of school-level factors.  
As to class-level factors, the results indicate that teachers in the higher grades pay more attention to SRL during 
daily practice. A possible explanation is that teachers in the lower grades perceive their pupils as to young, like 
reported in the open-ended questions. Further, it is also possible that teachers in the higher grade increase their 
efforts regarding SRL as a way to prepare their pupils for the transition to secondary schools, where students are 
expected to behave in a more independent and self-regulatory way (Dembo & Eaton, 2000). This was also reported 
in the open-ended questions. 
4.1. Limitations and implications for research and practice 
This study underlines the significance to investigate the conditions and factors influencing the implementation of 
SRL in primary education. Based on the present study, further research can elaborate on the determinants of SRL 
practices in primary classrooms by integrating other factors. As determinants on pupil level were not incorporated in 
the current study, future research could include pupil-level factors, like motivation, cognitive and metacognitive 
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abilities, social factors, and learning conceptions (Lombaerts et al., 2009) and explore how these factors affect 
teachers’ promotion of SRL and vice versa. Another issue for future research concerns the inclusion of additional 
teacher variables. As research indicates that teachers not always possess sufficient knowledge and skills to foster 
SRL and to coach students’ self-regulated learning (Boekaerts, 1997; Waeytens et al., 2002), further research should 
investigate to what extent these factors hamper teachers to embrace the challenge of integrating SRL in their 
classroom. Currently, we have investigated the school-level factors from a more interpretative perspective with a 
small number of participants. These results should be verified with a large-scale study. In addition, as to the 
assessment of teachers’ actions towards SRL, further research should complement self-report measures with in-class 
observations, and pupils’ perceptions of the learning environment.  
Both the results regarding teacher and school-level determinants emphasize the role of the teachers. Therefore, a 
crucial condition for success lies in the training of both pre-service and in-service teachers, who should be 
intensively immersed in learning environments that embody the self-regulated learning approach. Further, training 
should be aimed at enhancing teachers’ knowledge and competence regarding SRL (e.g., Perry et al., 2004). This 
also implicates a call for further research. Although the current literature provides information on the characteristics 
of learning environments stimulating SRL, there is still a gap in the research about how teachers can bring SRL into 
the classroom and how teachers can be supported to do so (Dignath & Büttner, 2008). In a second phase, it will be 
important to set up partnerships between researchers and practitioners when implementing self-regulation training 
programs (De Corte et al., 2011) and provide ongoing guiding and coaching of teachers (Abrami et al., 2004). 
Additionally, a prerequisite for the large-scale implementation of teaching self-regulation is that policy-makers and 
school leaders stimulate the design and adoption of novel learning environments that focus on it (De Corte et al., 
2011). As the results also indicate, curricula, educational materials such as textbooks, and assessment instruments 
need to be revised accordingly. Notwithstanding the fact that these arrangements are necessary, it has to be 
accompanied with teachers’ training and support in order to reach a sustainable implementation of SRL.  
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